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This article focuses on the development of reflective practices in a supervisory project 
carried out by the student teachers of English at a national university of Malaysia, where 
action research has been used as a teacher development strategy towards teacher autonomy. 
This paper aims at providing an account of how student teachers move along a continuum of 
three levels of reflective practice (surface reflection, pedagogical reflection, and critical 
reflection) to become critically reflective teachers through the experience of keeping a 
reflective journal in the action research project. The analysis is three-dimensional: First, 
student teachers were asked to write their thoughts about the action research seminar, the 
action research project, and English classroom experiences on a weekly basis (two entries in 
a week); Secondly, student teachers were given an open-ended questionnaire with several 
questions on action research in the first and last sessions in order to investigate the role of 
action research within critical teacher education towards teacher autonomy; Lastly, the 
contribution action research can make to the professional development of teachers as 
reflective practitioners will also be discussed in the light of the experience of supervision.   
 
Introduction 
Developing teachers who can critically reflect on their teaching practice is one of the goals of 
many teacher education programs (David, 2005). In spite of the great importance accorded by 
many researchers and teacher educators to the development of reflective teachers, however, it 
has been observed that current teacher training programmes do not allow student teachers 
sufficient time for reflection and do not exploit fully the opportunities offered. As a result, 
student teachers focus mainly on surface level of reflection such as the knowledge of subject 
matter, teaching skills, and classroom management, to the neglect of pedagogical level and 
critical level of reflection such as the connections between theoretical principles and practice, 
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and the moral and ethical implications and consequences of their classroom practices on 
students (Larrivee, 2008). This is also true of senior teachers (Penso & Shiloah, 2001). 
 
One of the best ways to encourage teachers‟ reflection is through the keeping of a teaching 
journal (Thornbury, 2006). While journal writing has made an impact on second language 
teacher education research, the majority of journal studies are carried out with in-service 
teachers and with pre-service teachers over the teaching practicum, involving the use of 
reflective journals (Lee, 2007). For pre-service teachers, however, there is no reason why 
learning to reflect should wait until the practicum. Thus, it is important that teacher educators 
help student teachers develop reflective thinking as soon as the teacher learning process starts, 
so that they can experience success in the classroom when they practise teaching in the 
classroom both as student teachers and later as classroom teachers. In the same vein, the 
current study focuses on the development of reflective practices in a supervisory project 
carried out by the student teachers of English at a national university of Malaysia, where 
action research has been used as a teacher development strategy towards teacher autonomy. 
This paper aims at providing an account of how student teachers move along a continuum of 
three levels of reflective practice (surface reflection, pedagogical reflection, and critical 
reflection) to become critically reflective teachers through the experience of keeping a 
reflective journal in the action research project.  
 
Action Research and Reflection  
In general, action research refers to any systematic inquiry conducted by teacher researchers 
or other stakeholders in the teaching/learning environment to gather information about how 
teachers teach, how well their students learn, and the particular schools operate (Mills, 2011). 
Specifically, however, action research is a form of teacher-driven research which has the twin 
goals, i.e., to improve classroom practices and to empower teachers through the process of 
giving them greater control over their working lives (Thornbury, 2006). Reflection is a major 
component of the action research cycle. By being involved in action research, teachers can 
experience the opportunities for reflection to observe, evaluate, and reflect systematically on 
their classroom practices in order to promote understanding and self-awareness and to make 
changes when necessary (McDonough, 2006). Reflection is not merely recognizing the linear 
step that seems to present itself. It is a conscious effort to open your thinking to all 
possibilities (David, 2005). In that sense, reflection is a strategic activity, and once formed as 
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a habit of mind, it is believed to support teachers' understandings of pedagogy as well as their 
ability to think flexibly and objectively about problems and learn from their own teaching 
actions (see Risko, Roskos, & Vukelich, 2002). 
 
Over these last several decades researchers have made a significant contribution to our 
understanding of the levels of reflection (e.g., Van Manen, 1977; Zeichner & Liston, 1985; 
Schön, 1987; Hatton & Smith, 1995; Larrivee, 2008). Van Manen (1977) describes reflection 
as an ongoing process, in three stages, starting from technical reflection (the examination of 
the effectiveness of the means used to achieve specific objectives) through practical reflection 
(the weighing of the objectives themselves) to critical reflection (involving social and moral 
aspects of the teacher‟s judgment and evaluation). Likewise, Zeichner and Liston (1985) 
identified four levels of reflective thought: factual (concerns with literal occurrences), 
prudential (focusing on evaluation of experiences and procedures), justificatory (providing 
rationales for actions), and critical (concerns with the underlying assumptions of actions) and 
observed that prospective teachers‟ reflection occurred mostly at the factual level (i.e., 
concerned with literal occurrences in their experiences and procedural and technical aspects 
of teaching). Their results were corroborated in previous studies which examined prospective 
teachers' levels of reflective thinking (e.g., see Risko, Roskos, & Vukelich, 1999) and 
generally concluded that these teachers use low levels of reflective thinking. 
 
Schön (1987) distinguishes between three types of reflection, two of which, spontaneous 
reflection in action and reflection on action are reactive. The third type, reflection for action, 
is the desirable product of the first two, being pro-active, guiding the teacher in planning 
future activities. Hatton and Smith (1995) point to four levels of reflective activity. The first 
level, descriptive writing, indicates unreflective description of the event or activity, with no 
attempt at an explanation or justification. The second level, descriptive reflection, reflects on 
an event or activity, with an attempt to provide a possible explanation or justification for a 
solution, usually one only. The third level, dialogic reflection refers to reflection from a time 
perspective, an inner dialogue, an investigation of various solutions and assumptions. The last 
and fourth level, critical reflection, considers a wide spectrum of historical, cultural and 
sociopolitical aspects of the context involving moral judgement, besides considering the 




Besides, Larrivee (2008, pp. 89-90) proposes a continuum of three levels of reflection along 
which critical reflection represents the zenith or ultimate aim. The three levels are: 
 
1. Surface reflection: an initial level focused on teaching functions, actions or skills, 
generally considering teaching episodes as isolated events;  
2. Pedagogical reflection: a more advanced level considering the theory and rationale 
for current practice; and 
3. Critical reflection: a higher order where teachers examine the ethical, social, and 
political consequences of their teaching, grappling with the ultimate purposes of 
schooling. 
 
Larrivee suggests that teachers should move along the continuum of reflective practice to 
become critically reflective teachers, posing the important questions of practice. At the level 
of surface reflection, they focus on strategies and methods used to reach predetermined goals. 
Teachers are concerned with what works in the classroom rather than with any consideration 
of the value of such goals as ends in themselves. At the level of pedagogical reflection, 
teachers reflect on educational goals and underlying theories, and the connections between 
theoretical principles and practice. At the level of critical reflection, teachers reflect on the 
moral and ethical implications and consequences of their classroom practices on students. It 
is worthy of note, however, that critical reflection involves examination of both personal and 
professional belief systems. Hence, self-reflection is an embedded dimension of critical 
reflection. Self-reflection focuses on examining how one‟s beliefs and values, expectations 
and assumptions, family imprinting, and cultural conditioning impact students and their 
learning. Self-reflection entails deep examination of values and beliefs, embodied in the 
assumptions teachers make and the expectations they have for students. This embedded 
dimension of self-reflection serves as a metacognitive bridge to gap between reflective 
practices and personal emotions of teachers.  
 
Critical Reflection and Metacognition 
 
Metacognition essentially means cognition about cognition; that is, it refers to second-order 
cognitions: thoughts about thoughts, knowledge about knowledge or reflection about action. 
In that sense, reflective practices can be referred to as metacognitive activities, not least 
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because reflective tasks primarily have connotations of intertwining knowledge and practice, 
linking thinking and action, integrating explicit and implicit knowledge or constructing 
knowledge from experience (Karm, 2010). However, the concept has gradually been 
broadened to include anything psychological, rather than just anything cognitive. For instance, 
if one has knowledge or cognition about one‟s own or someone else‟s emotions or motives, 
this can be considered metacognitive. In fact, the recent literature completes the term by 
adding to its cognitive domain the emotional one – referring to the emotions that accompany 
the cognitive processes and the person‟s ability to monitor them as well as the domain of 
cognitive habits. Similarly, Flavell (1979), when trying to define the concept of 
metacognition, refers to all those conscious cognitive or affective experiences that accompany 
and pertain to an intellectual enterprise.   
  
Moreover, Paris & Winograd (1990) captures two essential features when they give a 
definition of „metacognition‟: self-appraisal and self-management of cognition. Self-
appraisals are people‟s personal reflections about their own knowledge states and their 
affective states concerning their knowledge, abilities, motivation, and characteristics as 
learners. Self-management refers to „metacognition in action‟, i.e., mental processes that help 
to „orchestrate aspects of problem solving‟ including „the plans that learners make before 
tackling a task‟, „the adjustments they make as they work‟, and „the revisions they make 
afterwards‟ (p.18). Once again, the link between critical reflection and metacognition is 
clearly manifested in their studies (see Papaleontiou-Louca, 2003).  
 
A holistic and broad concept of metacognition does a great service to all educators and 
students in the world by putting the dimension of personal emotions in a rightful place in 
educational arena. Even Gardner‟s (1983) Theory of Multiple Intelligence has not been able 
to do so. Although Gardner‟s theory pointed toward the affective domain by its inclusion of 
interpersonal intelligence (the ability to understand other people) and intrapersonal 
intelligence (the ability to understand oneself), Gardner‟s emphasis was on cognitions about 
feeling (i.e., how we understand others and ourselves), not specifically on emotion (Coleman, 
1995). That‟s why the term „Emotional intelligence‟ proves to be so meaningful, which is 
defined as the ability to „monitor one‟s own and others‟ feelings and emotions, to 
discriminate among them and to use this information to guide one‟s thinking and actions‟ 
(Salovey & Mayer, 1990, p. 189). 
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The role of emotion was implicit in other research that has greatly influenced education. For 
example, Care theorist Nel Noddings (1992) emphasized the close, reciprocal relationship 
between teacher and student, one that clearly involved the affective domain. Johnson & 
Johnson (1999), the cooperative learning guru, maintained that developing a positive 
classroom climate involved creating a situation in which students felt cared for, accepted, and 





25 pre-service student teachers of English participated in the current study. They joined in an 
undergraduate course of Teaching English to Young Learners (TEYL) which gives special 
emphasis on equipping them with necessary pedagogical knowledge and teaching 
experiences for teaching English to primary school kids. The current study was conducted in 
the course of “Action Research in TESL” in which student teachers were supposed to join a 
seminar on action research and carry out an action research project during one semester 
lasting for 14 weeks. The seminar classes which were given by the author twice a week 
provided them with systematic information on action research from the definition of it to the 
report of its final product.    
 
Instruments 
A qualitative methodology was employed to analyze data collected from three sources: An 
open-ended questionnaire, weekly journal entries, and unstructured observations during 
seminar classes and consultation hours. The researcher monitored the development of 
reflective practices of the participants and looked for qualitative changes in their thinking. In 
the first and last session of this course, the participants were asked to answer an open-ended 
questionnaire consisting of eight questions related to action research (e.g., How can teachers 
become researchers?; How does action research benefit students in the classroom?; How does 
action research benefit teachers?;Why should schools engage in action research?) 
 
In addition, regular journal keeping was chosen for the fostering of reflective practices. This 
makes it possible to identify the patterns of student teachers‟ thinking as they are engaged in 
the action research seminar and construct their personal reality of the teaching situation 
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closely (Penso et al, 2001). In the first two weeks, the participants were given information on 
keeping reflective journals and shown some example journal entries made by others. From 
then on each student teacher completed two journal entries each week over the remaining 12 
weeks of the 14-week course. In these regular weekly journal entries, student teachers were 
asked to write their thoughts and opinions about the action research seminar, the action 
research projects, and the English classroom experiences. There was no limit on the length of 
the entries. However, the average length for each entry was one or two pages. In order to 
monitor and encourage the reflective practices of student teachers, their journal entries were 




 week respectively and the final reflection was also submitted 
during the 14
th
 week. In the final reflection paper, they should articulate why the course on 
“Action Research in TESL” was a significant learning experience for them.   
 
Data analysis 
The data for the current study consisted of an open-ended questionnaire, the student teachers‟ 
weekly journals, and final reflection paper. An inductive approach, which is typical in 
qualitative research (e.g. Denzin & Lincoln, 2000), was employed so that the themes of 
reflection can naturally emerge from the data. First of all, the researcher read the student 
teachers‟ responses to the open-ended questionnaire, entire journal entries and final 
reflections to identify general themes that illustrated the participants‟ ideas and opinions 
about the action research seminar, their action research projects and real teaching experiences. 
Five broad themes of reflection emerged from the data: reflections on the reflective practices, 
reflections on the experiences of action research, reflections on the action research seminar, 
reflections on a teaching career and reflections on personal emotions.  
 
Each of the five broad themes was made up of several sub-themes related to each other (see 
Appendix 1). For example, the sub-themes, benefits of action research, progress of 
understanding about action research, reasons for not doing action research by teachers, 
difficult process of action research, good partnership, and lessons from sharing feedback 
were combined into a single theme that was named reflections on the experiences of action 
research. After identifying the five initial themes and their sub-themes, the researcher read 
each data source again to make sure which level of reflection these themes and sub-themes 
are related to: surface reflection, pedagogical reflection, and critical reflection proposed by 




At the final analysis of themes and sub-themes, it was found that the first three themes, i.e., 
reflections on the reflective practices, reflections on the experiences of action research, 
reflections on the action research seminar, have much to do with the pedagogical reflection 
considering the theoretical basis for classroom practice and consistency between espoused 
theory and theory-in-use. The fourth theme, i.e., reflections on a teaching career was closely 
related to the critical reflection considering the moral and ethical implications and 
consequences of their classroom practices on students. This critical reflection also involves 
examination of both personal and professional belief systems.  
 
However, the last theme, i.e., reflections on personal emotions, does not seem to fit in with 
any of the three levels of reflection. Although student teachers concentrate their attention on 
social conditions as well as their own teaching practices and students‟ learning, they cannot 
help being aware of their emotional states experienced in the discussions in action research 
seminar, the process of communicating with other partners and schools, and the interactions 
with students in the classroom. However, it should not come as a surprise to make 
observation of this kind of emotional dimension in reflective practices because these 
emotional aspects prove to be another embedded dimension of critical reflection which serves 




The bulk of the student reflective journals did not focus on real reflective activities. Rather, 
these parts seemed to belong to descriptive writing and descriptive reflection in the four 
levels of reflective activities proposed by Hatton & Smith (1995). For instance, when the 
researcher once asked student teachers to give a brief idea about their action research, one 
group of students mentioned a research topic they had discussed a few times. One member of 
that group gave some comment on that in a weekly journal entry:  
 
The topic is quite technical since we are focusing more towards vocabulary 
acquisition. However, my heart is more towards policy because I do believe that 




The student teacher tries to give a simple description or explanation on that topic for their 
action research, but does not add further reflection related to the simple description. Instead 
the student teacher tries to take a great leap in the dark of handling the language policy of 
Malaysia without any significant clue.  
 
Pedagogical Reflection 
Most of the significant reflections of student teachers are closely involved with the three 
themes, i.e., reflections on the reflective practices, reflections on the experiences of action 
research, reflections on the action research seminar. They have much to do with the 
pedagogical reflection considering the theories underlying approaches, and the connections 
between theoretical principles and practice. Under this section of pedagogical reflection, 
student reflections on the four prominent sub-themes are introduced in detail: Benefits of 
reflection; Benefits of journaling; Positive experiences from action research; Benefits of 
classroom discussion.   
 
1. Benefits of reflection 
Student teachers made mention of many benefits of reflection in their journals and final 
reflection papers. Although it was a daunting task to write two entries of journal in a week in 
the midst of lots of other assignments and jobs, they began to savour the value of writing their 
own reflection regarding the action research seminar, action research project, and real 
experiences of teaching in the classroom in a regular basis. The most prominent benefits 
noted by student teachers are as follows: 
 
 Identifying the areas in which they have improved or are still weak. 
 Promoting curiosity in many things related to language teaching and learning. 
 Strengthen self-esteem. Keeping them stronger in terms of self-management. 
 Inspiring them to see what things could give meaning and significance to their work 
or lives. 
 Exploring alternative ways to solve problems by hearing their own voice alone. 
 Playing a major role in acquiring wisdom which comes with knowledge and 
experience as well as with enough reflection to create our own personal kind of 
wisdom to us. 
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2. Benefits of journaling 
Some students regarded keeping journals as a „cool‟ job of talking to themselves. They can 
write about their feeling as well as what they have learnt in the process of action research. 
They feel proud of themselves in that they can write in our reflective note about what they 
feel “A Teacher” should do in certain situations. They do not intend to criticize a certain 
teacher. They just write down what they feel, acknowledging that they are human and they 
have their own thought, and they do not have right to stop her from continuing what she is 
doing. Journal writing is also a channel through which they can vent their emotional aspects 
and express some ideas and feelings about someone or the behaviours of other students.  
 
Many of student teachers find that the weekly journals are really helpful in acting as a 
guideline for action research to follow them through the last stage of writing final report of 
action research. Journal review is found to keep them on the right track in the whole process 
of action research. Additional comments are given below: 
 
 Helping them recollect past experiences and their situations. 
 Cool way of talking to yourself.  
 Acting as a guideline in order to finish the final report of action research. 
 
3. Positive experiences from action research 
According to the answers of student teachers to the question of action research, most of them 
did not have a clear view of what an action research is. However, in the end of the current 
action research seminar, most of them had their own understanding of action research. Just as 
one student teacher indicates, if they had just learned the theory or aspect in action research 
in class, they might not have had a clear vision on how actually the action research could be 
done in real school setting. All those information, aspects and theories about action research 
need to be applied and demonstrated by conducting an action research and they have gained 
the understanding of this course in a better way.  
 
Some of the student teachers were encouraged to see that they made unexpected discoveries 
about their own teaching by listening carefully to students while putting their assumptions to 
the research. They should have the opportunities to understand students‟ feelings or problem 
over any matters in classroom setting from different perspectives. The action research fits the 
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purpose well. Some of the student teachers acknowledge the value of gaining knowledge 
about themselves in the process of action research. Even though they started off action 
research with the intention to understand students‟ interest better and encourage them to 
participate in the lesson, not least because only with students‟ interest and participation can 
they ensure a successful language learning in the classroom. In the process of teaching 
students, however, action research is found to have great potential for gaining knowledge 
about themselves.   
 
Besides, the practices of action research should also be comforting to the stakeholders in 
education such as parents or education administrators outside of the school. They get to know 
that teachers do not blindly follow what the official curriculum or syllabus suggest to them, 
but they acknowledge it is their job to come up with the best way to teach students based on a 
better perspective into their own teaching and students‟ learning. And the changes that they 
make in their teaching would come out of their own work in which they were engaged as a 
community of learners with the love of truth.  
 
4. Benefits of classroom discussion   
Student teachers needed to be informed about ESL areas of teaching/learning that may be 
developed into a research focus. Many student teachers were appreciative of the lecturers‟ 
assistance and guidance during the process by giving a lot of information such as how to do 
the observation, how to come up with the questionnaire and other techniques to collect data. 
They also mentioned that they were able to understand the concept of information about 
action research easily not only due to the lectures but to the classroom discussion which 
allow us to share our opinions and ideas about the issues they learned in class. Many students 
recognized the value of action research seminar and classroom discussion. They said that the 
stages that they needed to consider in the procedure of action research gave them a clear view 
of the whole process of action research and helped them prepare well to carry on the research.  
 
Critical Reflection 
Under this section of critical reflection, student reflections on three prominent sub-themes are 
introduced in detail: Significance of becoming a teacher; What teachers should do to low 




1. Significance of becoming a teacher 
One student teacher said that the action research gave her a clear insight of what kind of 
teacher she is going to be: 
 
Do I want to be a teacher who just does the teaching without being concerned of 
seeing something deeper by doing a research? Or do I want to be a teacher who is 
eager to know something deeper and carry out a research even though it may be 
hard? (NM)  
 
She wants to be the second one although it is a little bit difficult for her since there is a lot of 
work to be done at school. She believes that the job of a teacher is not only to satisfy her own 
life but to satisfy our students. Even though she might have to sacrifice her own time, money, 
energy and lots of things, it will be nothing if compared to its result. No wonder she mentions 
that she was able to get a new paradigm of teaching career through the process of action 
research.  
 
Two memorable statements about the significance of becoming a teacher are introduced 
below: 
 
Teaching is really about how a teacher put their soul into the teaching profession 
rather than looking it as a burden or workload and source for monthly income (ES).  
 
For me, good teachers are after all, themselves students, and often look for ways to 
expand upon their existing knowledge. A teacher must have a say in what they 
change their own practices (NY). 
 
The researcher has not come across any student teacher in this teacher education course who 
had regrets about joining this teacher education program. The following comment is only one 
example indicating the satisfaction with their choice to become a teacher.  
 
But nowadays, teacher‟s job is not only teaching. Teachers now have to be the 
accountant, clerk, researchers and many more. Therefore, we should not stigmatize 
the teacher any more. As I went through this AR course and involved in conducting a 
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research, I totally am amazed with the teaching profession. I know I didn‟t make a 
wrong decision to become a teacher. I‟m happy with my choice. Even though it is 
quite tough, but it will bring lots of satisfaction especially when seeing our students 
succeed in their lives and become someone that can contribute to the nation (NA).   
 
Some student teachers were lucky to find exemplary teachers who can become their role 
models while engaged in action research. They never gave up and tried their best to ensure 
the students were able to acquire the language. They used approach like making the students 
understand what they are learning rather than forcing them to learn the language without 
understanding anything. They said that their perspectives toward teaching profession before 
that time had changed totally and the experiences that they had gained throughout this course 
really motivated them to become a good teacher and perhaps the best educator ever in the 
future.  
 
2. What teachers should do to lower achievers 
It was remarkable to see that several student teachers expressed their sincere responsibilities 
as teachers about the low achievers in academic performances. The following comment is one 
of the examples indicating their concerns about them. 
 
I found out that the teachers tend to neglect the lower achievement students who are in the 
lower class. Teachers have some kind of mindset or predetermined that those students are 
hard to teach and normally some of them rebellious.… The students said that their English 
teacher is very strict with them and the teacher also does not come to class often because 
he is very busy. Of course they are very happy because they do not have to learn or do any 
work in class. On the other hand, the teacher said that the students‟ progress is very slow 
and even now they still have difficulties in identifying noun and verb. He said that the 
students are also very lazy because they always do not do or finish their homework…. 
Why these mattes happen? Why we always discriminate those students? Even though they 
are slow in progress but it does not mean they cannot improve. We should figure out some 
action to solve this problem on how to avoid this discrimination and discover how to 





3. Reflections on personal emotions 
There are some student teachers that made mention of two dimensions of teaching career 
development as a teacher:  
 
When I entered the class, Dr Lee was teaching on what it means to be a teacher. In 
this topic, there is an essential and interrelated dimensions of career development, 
which consists of the personal „being‟ and also the professional „becoming.‟ It also 
stated that teacher training programmes should comprise a well-grounded balance 
between the cognitive and emotional dimensions of learning to teach. I totally agree 
with this statement as being a teacher requires you to have a complete set of these 
two aspects as we will face lots of hardships and difficulties in order to teach and 
educate the students in the future (NA). 
 
One sample of comments is related to the influence of a teacher on students: 
 
After going to school and experience being a teacher, I can see that a teacher really 
gives a lot of impression towards the students. Like the class English teacher in that 
school who might be a little bit strict in class. The students seem to have negative 
thoughts that we cannot change at first but as time gradually past, they began to show 
their progress and now they have their confidence in English (NA). 
 
Some comments are related to the experiences of finding schools for action research project: 
 
The school wants a black and white permission from the Jabatan Pendidikan Negeri 
Perlis, a letter of permission that they allowed us to conduct the research at schools… 
It seems that we were going to publish it at the local newspaper. It was very timid 
and I feel it is very rigid. I totally feel down. Then, we come up a decision to go to 
other school around Kedah (KH).   
 
My disappointment was turned into strength in believing that there is something good 
behind everything bad. … So, I guess there is no way that I should regret and feel 
upset about being rejected by a school that doesn‟t understand our inner intention of 
really wanting to help them coping with KSSR (HS). 
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One comment is given in relation to the responses to feedback in the classroom discussion.   
 
I guess the other reasons that trigger the unpleasant face is that the presenter is 
overconfident and he or she likes to debate for unknown reasons. So, when other 
friends comment or suggest something, he or she feels like it is an invitation to 
debate. I found it funny because somehow on how defensive human beings can be 
(KH).   
 
One comment is selected to show the attitude of student teachers eager to learning from 
making mistakes: 
 
The most valuable lesson that I have learnt from this research and the course is about 
attitude. Attitude towards your study, attitude towards your friends, attitudes towards 
people around you, strangers and attitude towards yourself…. I lost my confidence or 
even voice to speak. But I always believe there is something good behind everything 
that‟s bad and I had learnt how to negotiate as well as to socialize better even though 
it will hurt you at the end. I had also seen how we were badly treated by people all 
along the research (HS). 
 
Discussion and Concluding Remarks 
 
The level of reflective practices student teachers manifested in the current study corresponds 
to the previous studies. Most of their journal entries were full of unreflective description of 
the event or activity they experienced in action research seminar or interactions with their 
partners and classroom teachers, with only a cursory touch of reflection. When Zeichner and 
Liston (1985) identify four levels of reflective thought, i.e., factual, prudential, justificatory, 
and critical thought, they observe that prospective teachers' reflection occurred mostly at the 
factual level (i.e., concerned with literal occurrences in their experiences and procedural and 
technical aspects of teaching). Their results were corroborated in other studies which 
examined prospective teachers' levels of reflective thinking (e.g. see Risko, Roskos, and 
Vukelich,1999) and generally concluded that these teachers use low levels of reflective 
thinking and their reflections are on lower levels of detail or complexity. Considering the 
value or function of reflective practice in teachers‟ lives, these cases do not bode well. As an 
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essential skill of effective teachers, reflective practices enable pre-service or in-service 
teachers to articulate the components of their work that lead to successful outcomes or 
undesirable results, thus supporting their own professional development and their ability to 
develop students. It is also useful in enhancing an essential generic skill for lifelong learning 
(Bell, 2003).  
 
It is noted that many student teachers expressed their difficulty or frustration over the process 
of identifying researchable, clear and creative research questions. This situation has been 
noted in other studies (e.g., Muschamp & Wikeley, 2002) indicating the difficulties teachers 
have in identifying appropriate questions for their research. However, this difficulty was 
offset by the collaborative efforts of group members in action research process. Just as Moran 
and Dallatt (1995) stress, if students working in pairs, mutually observing each other, this 
may encourage dialogue and discussion that will help students to identify, articulate and 
exchange ideas and views about their practice and with help, devise strategies for change or 
development. Comeaux (1991) suggests that students can act as a scaffold for each other‟s 
thinking, and Rudduck (1992) describes the benefits students gained when working in a 
similar partnership. Richert (1992) also describes research in which students worked with a 
partner. In this case, students stated that the opportunity to talk with someone who had 
observed their teaching helped them to examine different aspects of teaching and learning. 
 
Even though the comments introduced here can be regarded as trivial because they seem to 
be fragmented or just based on individual reflection, they are not so. The way we should 
handle these comments has to be the same as we should do case studies. Just as Adelman et al 
(1976) asserts regarding case study research, a single comment made by one student can 
“represent a multiplicity of viewpoints and can offer support to alternative interpretation” 
which can “be put to immediate use of a variety of purposes” such as “staff development, 
within-institution feedback, formative evaluation, and educational policy making” through 
the democratization process of decision making. He even goes on to say “One can generalize 
from an instance to a class.” These individual comments can also “provide a database of 
materials that may be reinterpreted by future researchers.” That‟s why Adelman et al (1976) 
asserts that the case study researcher need not feel bound to report the instance as an 




Korthagen and Vasalos (2005) emphasize that for optimal professional growth to occur it is 
important to reflect not only on the environment, behaviour, competencies and beliefs, but 
also on one‟s professional identity and mission. These are intertwined with the target of 
critical reflection, the highest level of reflective practices. This observation is keeping in line 
with Brookfield‟s (1995) definition of critical reflection: the process of reflecting on beliefs 
and personal theories that determine activity. Critically reflective teaching happens when we 
identify and scrutinise the paradigms or assumptions that undergird how we teach and learn. 
The most effective way to become aware of these paradigms or assumptions is to view our 
practice from different perspectives: seeing how we think and work through different lenses 
is at the core process of reflective practice (Karm, 2010). Just as Larrivee (2008) asserts, in 
all of the descriptions of levels of reflection, critical reflection represents the zenith or 
ultimate aim. 
 
Taking into consideration the holistic metacognitive dimension, however, the emotional or 
affective aspects of teachers and students should be another important discussion topic for 
critical reflection. In this sense, critical reflection not only includes observing and analysing 
one‟s view of the world, understandings, social roles, but self-appraisal of cognition 
(knowledge of one‟s knowledge, processes, and cognitive and affective states) and self-
management of cognition (the ability to consciously and deliberately monitor and regulate 
one‟s knowledge, processes, and cognitive and affective states) (Papaleontiou-Louca, 2003). 
These elements of self-perception can serve as the foundation for actions and attitudes in the 
process of teaching and learning. This argument is keeping in line with the one of Coleman 
(1995) who popularized the concept of emotional intelligence claimed that self-awareness of 
emotions, a different name for self-perception or self-reflection, is the fundamental emotional 
competence on which others, such as emotional self-control, build. All the attitudinal change 
and behavioural growth start from the self-awareness or self-reflection of thoughts and 
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